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Programme Specifications -
What’s The Outcome?

(An educational developer’s view of the implications

of the QAA’s Guidelines)

James Wisdom, Higher Education Consultant

Here are two good ways of starting a
Departmental workshop:

“Thank you faor inviting me here today to
work on Programme Specifications with
vou. Of course, this will lead to a radical
revision of all your current practice, espe-
cially assessment, and I am grateful to
Dearing, the QAA and our Head of Qual-
ity for giving me the authority to enforce
this much-needed improvement. We are in
for a lot of work, but I am sure you will
find it worthwhile.”

Or perhaps you prefer:

“Today’s workshop won't take the whole
morning, and you don’t need to worry
about the mountain of QAA guidance -
Programme specifications are only a mat-
ter of writing “to know and understand”
in front of your existing syllabus on the
forms so kindly designed by the univer-
sity’s quality people.”

(Just what is the career-expectancy of a
subaltern in the educational development
trenches?)

Whichever opening you choose, you will
soon find yourself having to define your
terms and the word which shoots out like
a police stinger under the wheels is
“outcomes”. Aims is fine - everyone is
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happy to write the Aims of their course,
sometimes at great lengcth. But Out-
comes? - this is technical talk, for special-
ists. Something which the ordinary lec-
turers have to get their heads around.
Something which makes them feel their
usual practice is lacking or wanting. And
while we are at it, we watch programmes
but we teach on degree courses.

An excellent example of these definitions
comes from the “Guidance on Learning
Qutcomes” written by Lin Thorley and
others at the University of Hertford-
shire’s (UH) Learning and Teaching De-
velopment Centre:

“Aims: broad purposes, goals. Aims are
goals 1o work towards. Programme aims
may be aspirational; but course aims
should be expressed in achievable terms,
if only by the very best students. Aims
may not be measurable. They are usually
stated following the introductory words:
‘this course [or programme] aims to..”

Objectives: specific intentions in mea-
surable terms. These are the individual
steps which take us from where we are
now towards the aim or goal. They must
be measurable.

Continuned overleaf ...
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They indicate the ‘teaching intentions’, the
content the teacher intends to cover, and are
expressed from the tutors’ perspective (tutor
orientation). Objectives are most commonly
stated following the introductory words:
‘students will...”

Learning Outcomes: specific measurable
achievements. These are similar to objectives,
but described in terms of what learners will be
able to do (so-called ‘can do’ statements). They
are expressed from the students’ perspective
(student orientation) - ‘by the end of this
course successful students will be able to...”
Learning outcomes must be measurable and
must be assessable. While in the past we have
mainly used objectives at UH and elsewhere,
there has been a gradual move towards learn-
ing outcomes more recently. In future, we
must use learning outcomes.”

What happens if you turn to the guidance
published by the QAA? (See box right for
website details.) “Outcomes” appears often,
prefaced with learning, or programme, or
units of study. A full search will lead you to
the expectation that outcomes will be written
in the following terms:

Knowledge
Understanding
e Skills and other attributes, variously de-
scribed as:
e Cogaitive skills
e Subject specific skills {including prac-
tical / professional skills)
® Transferable skills
Capabilities
Values
Personal development
Progression to employment and/or fur-
ther study.

This list can present you with a number of
difficulties. The first is the task of reconciling
“knowledge and understanding” with the
clear and direct language of outcomes. Con-
sider the advice from the website of the
American  Association of Law Libraries

{details right):

“Since the learner’s performance should be
observable and measurable, the verb chosen
for each outcome statement should be an
action verb which results in overt behaviour
that can be observed and measured. Sample
action verbs are: compile, create, plan, revise,
analyse, design, select, utilize, apply, demon-
strate, prepare, use, compute, discuss, explain,
predict, assess, compare, rate, critique.

Certain verbs are unclear and subject to dif-
ferent interpretations in terms of what action
they are specifying. Such verbs call for covert
behaviour which cannot be observed or mea-
sured. These types of wverbs should be

avoided: know, become aware of, appreciate,
learn, understand, become familiar with.”

We all know just how tenaciously our col-
leagues grasp these last verbs when writing
their specifications. “The intended learning
outcome of this course is that the students
will understand the subject.” To tackle this,
Lin Thorley and the Hertfordshire team ad-
vise their colleagues to use the language of
Bloom’s cognitive taxonomy for their out-
comes. Alan Jenkins (Oxford Brookes) and
Dave Unwin (Birkbeck) have done similar
work for the National Centre for Geographic
Information and Analysis (details right).

Often that sentence on understanding is quite
precisely the main intended outcome and
many lecturers find the word-mongering
around it quite unacceptable. If their Depart-
ment has succeeded in the subject review
(with the existing course guides and paper-
work) and if they and their students are com-
fortable with their teaching and assessment
processes (feedback is OK, results are con-
stant or even improving, students succeed in
their postgraduate ambitions) then why
should they change? For the educational de-
veloper these intended outcomes are really
aims, but as the lecturers’ perception is that
no change is required in the assessment meth-
ods, there is little point in going into greater
detail.

Perhaps we are dealing with two quite differ-
ent educational reforms, both are using the
same language. One is driven by government
policies, industrial, financial and European.
Employers and government ask for evidence
of what praduates can do. The assurance
movement is in part responding to the gov-
ernment’s financial questions - “Can you
prove that all this investment is worthwhile,
and that we have not priced the quality out at
the margins by underfunded expansion?” The
European dimension is noted in para 1.10 of
the General Business and Management bench-
mark statement: “The signing in 1999, of the
Bologna Declaration, by all Ministers of Edu-
cation throughout the European Union, is
highly significant in this regard. It commits
the UK and other signatories to increased
transparency and comparability within
higher education, particularly with regard to
quality assurance criteria and processes.”

The second reform emerges directly from
educational development work, particularly
where it has engaged with assessment. There
have been, and still are, plenty of universities
with sufficient prestige to make the hurdle of
entry as significant a statement about a stu-
dent as the classification of their degree. But
where lecturers have wrestled with the mean-
ing of that Honours classification in new
contexts (vocational degrees, modular pro-
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Programme Specifications - What’s The Outcome?

~ The QAA Handbook for Academic
Review, the Guidelines for Preparing
‘Programme Specifications, the Code of

. Practice, the Fra ‘ o

non-traditional
non-traditional subjects, re-design to handle
unfavourable staff to student ratios), the sys-
tematic rigour of analysis by intended learn-
ing outcome has been the device which has
opened up assessment practice to great im-
Pl'()vemeﬂts.

grammes, students,

Are we sure we can take for granted that
knowledge and understanding are implicit in
action-based learning outcomes? For example,
the wonderfully clear “programme specifica-
tion written for students” by Margaret Harri-
son and Mick Healy at Cheltenham &
Gloucester (appendix 4c of the QAA’s Guide-
lines for Preparing Programme Specifica-
tions) uses the phrase “...what you should
know and be able to do...” and uses this
formulation as a guide for lecturers through-
out. But they resist splitting it.

The QAA concentrates on programme out-
comes but, on the ground, lecturers and edu-
cational developers will have to work on the
outcomes for each unit of study as well. So a
linking exercise will be necessary. At module
level the language of action-based outcomes is
appropriate - it is the daily currency of the
tutor-student relationship and the drive be-
hind explicit assessment criteria. The careful
use of “objectives” to focus on the elements
along the way which help build up, lead to
and realise the outcomes is also useful, al-
though this word is completely absent from
the Guidelines. But the language of outcomes
may be less appropriate for each programme
- after all, they are not directly assessed. At
programme level there is more likely to be
confusion about Knowledge and Understand-
ing serving as both aims and outcomes, with
the added complexity of linking with stan-
dards and levels, and even with progression.

If we turn for assistance to the treatment of
this within the Benchmark Statements we
find a variety of approaches. Many subject
groups have chosen to describe two levels -
threshold (which in all cases is the minimum
required to pass) and typical, though some
here use “modal” or “good”. Between the
groups, definitions and descriptions of this
typical level varies between the average, the
majority, a student with an upper 2nd, the
boundary between an upper and lower 2nd,
most students and the main cluster. Some
subject groups have gone on to consider ex-
cellence but only a few have attempted de-
tailed descriptions.

This is the point when the grids come out -
the tables from your subject benchmark doc-
ument, the outlines from your programme
specification, perhaps the graduate level de-
scriptors which your place has been using for
the last few years, perhaps some skills matrix
which is trying to manage progression across
the whole institution, even perhaps some-
thing from your learning and teaching scrat-
egy which is trying to make overarching
sense of an institution which was constructed
on the principle of propinquity - and your
busy lecturer is trying to fit the outcomes and
assessments of their module or course into
this grand scheme..... The greatest danger
here is that this work is seen as only a paper
exercise - it s in fact the core debate about the
expectations we have of ourselves, our stu-
dents and our colleagues.

As Lin Thorley writes for the staff in Hert-
fordshire (details above left), the QAA’s
outcomes-based approach is nothing short of
a revolution, though one which will depend
on iterative revisions rather than a single act.
For colleagues who welcome the questioning
provoked by the Benchmark Statements, who
feel there is still much to do in the alignment
of intentions and assessment and who are
working to reshape the student experience,
this is likely to mean a lot of hard but worth-
while work. This is less likely to be the case
for colleagues who have traditionally pre-
pared all their students for further practice
within their discipline and whose peers have
confirmed they are doing a good job.

In educational development we are familiar
with having to build on quality assurance
processes to create something more than just
a good set of documents. Departmental
self-evaluation for subject review is one such
current initiative - it can be used for powerful
enhancement activities or as a paper-based
reporting process. For some the history of
regulation and self-regulation has been so
heavy that they simply do not believe that
processes designed for quality assurance can
be used to improve experience for student or
staff. Within the QAA’s extensive paper-
work and cumbersome processes, however,

there are some questions which would face us
whatever the circumstances - about knowl-
edge and understanding, about assessment in
learning and about our expectations of our-
selves and others.
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A @'£%*& of Staff and
Educational Developers

Were you at the 5th Annual SEDA
Conference in Manchester last
November? Do you remember
being asked to come up with a

collective noun for staff and
educational developers?

After much deliberation and
cogitation, it was decided that Dr
Colin Mason, Head of Staff
Development at the University of
St Andrews, should win the prize
with his suggestion of a SWARM of
staff and educational developers.

His rationale being that we
descend on a place, conference,
department, institution. We devour
everything, knowledge,
experience, food, drink, each
others company. And we move on
to the next tasty meal with equal
vigour.

Our congratulations go to Colin
and we hope he enjoys the CD!

Others suggestions we had
included:

a facilitation of developers
a confusion of developers
a diversity of developers
a tray of developers
a tank of developers
a diatribe of developers
a conception of developers
a workshop of developers
a persuasion of developers
a synergism of developers
a salad of developers
a facility of developers
an investment of developers
a capacity of developers
a gesticulation of developers
a nicety of developers

www.seda.demon.co.uk
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Commonly Used Acronyms

AISHE All Treland Somety for ngher

Education e
CcaIr Communication and Informauon -
Technology :
CAA Computer Assisted B
CAL Computer Assisted Learning
CMC Computer Mediated Communication
CPD Continuing Professional
Development
CTl  Computers in Teaching Inmatwe
DENI  Department of Educanon Northem o
Ireland o
DfEE  Department for Educatxon and
Employment :
EDU  Educational Development Umt -
EIS  Electronic Information Services
ESRC  Economic and Social Research
_ Council :
FDTL  Fund for the Develcpment of
Teaching and Learning X
FEC Further Education College _
FEFC  Further Education Funding Counml
FSEDA  SEDA Fellowship Holder
GLTC  Generic Learning and Teachmg
Centre
HEFCE Higher Educatlon Funding Councﬂ '
for England :
HEFCW  Higher Education Funding Counml :
: for Wales : )
HEl Higher Education Insmuuon.

HERDSA Higher Education Research and
Development Soctety of Australia
Higher Education Staff Development
Agency

HESDA

ICED  Tnternatienal Consortium for
Educational Development
- WJAD  International Journal for Acadenuc
: ~ Development
ILT  Institute for Learning and Teachmg
JSC  Joint Information Systems
e Committee o
LIS Library and Informanon Services
LTSN  Learning and Teac]:lmg Support S
- Network o
NDT National Disability Fear _
NTFS  National Teaching Fel]owship o
; Scheme
PDP Professional Development Planmng
POD  Professional and Orgamzat[onal aa
: Development Network in HE, USA
QAA Quality Assurance Agency
RAE Research Assessment Exercise
SEDA  Sraff and Educational Deve!opmem
. Association
SHEFC  Scostish Higher E&ucauon Fundmg
_ Couneil
SRHE  Society for Research into H:gher _
;  Education ;
STLHE  Society for Teaching and Learmng .
. HE, Canada o
 TLTP Teaching and Learning Technology :
Programme
TLTSN  Teaching and Learning Technology
- Support Network _
- TQA Teaching Quality Assessment S
TQEF  Teaching Quality Enhancement Fund
- UUK UniversitiesUK (formerly CVCP)

Editorial -

' Rewarding And Developing Staff

By the time you are reading this, the consulta-
tion period will be over. Five days before
Christmas HEFCE published “Rewarding
and developing staff in higher education”
(00/56) with a deadline of 12th February. It
contains plans for the spending of £330m over
the next three academic years, money de-
scribed as additional resources from the gov-
ernment’s Year 2000 Spending Review.

The proposed method of spending is one with
which educational developers are becoming
familiar, particularly since it was used to allo-
cate institutional Learning and Teaching
Strategy funds. By June lst, institutions will
have submitted plans (using the 00/56 crite-
ria), the indicative allocations will be con-
verted into next year's actual, and by the next
summer managers will be reporting in their
operating statements that they have reached
their targets. Although we are asked if such
an approach is effective, there is hardly
enough time to devise another.

Fearing that it might have lost our interest
over Christmas, the Times Higher went for
performance-related pay as its lead and thus
forced the traditional range of quotes in re-
sponse. More Christmas chestnuts, really,
This, and targeting the circular to those re-
sponsible for human resources management,
might mean that educational developers have
not yet given it much attention.

The mainstream story, however, is how to
handle the 1999 Bett Report into pay and
conditions. Compared to the total bill needed
to implement Bett, the money in 00/56 is
marginal. But the directions and intentions
are aligned. And some of the detail is central
to educational change and improvement.

Bett issued some major challenges to human
resources departments. We don’t know for
sure who is employed in HE, and in what
categories. Women in HE are still getting a
raw deal. Casual, part-time and fixed contract
staff have rights - institutions must find better
ways to stay flexible. Overall, managers don’t
seem to manage well and probably don’t
know how to. Academics need protection

from overloading, Promotion criteria need
improving, especially for teachers - Beut
grasped at the ILT as a possible reward mech-
anism, even using entitlement to membership
as a way of describing an academic (teacher,
researcher or one whose primary function is
to contribute directly to student learning). In
a buoyant “knowledge economy” young lec-
turers and experienced professors are in great
demand and HE is often not the most attrac-
tive choice. And that’s before we get onto the
two spines, unrewarded productivity, inap-
propriate patterns of staffing, job evaluation
and slippage on the differentials.

If we can overcome the political hazards,
there is much in “Rewarding and developing
staff” which matters to educational develop-
ers. SEDA’s Professional Development in
Higher Education accreditation scheme, for
example, is potentially a major contribution.
There is a welcome emphasis on staff develop-
ment and training objectives, not oaly for
future changes such as Computing and Infor-
mation Technology, but also to meet current
needs (Access? Diversity? The employed stu-
dent? Mass modules? No time to teach?). And
vou can find further support for the learning
and teaching strategy for each institution.

But the notion with perhaps the most poten-
tial for the educational development commu-
nity is the explicit encouragement for man-
agement development. The work of Paul
Ramsden, Michael Prosser, Keith Trigwell
and Elaine Martin (in papers to the Improv-
ing Student Learning conferences and in
Ramsden’s “Learning to Lead”, 1998) is link-
ing the quality of student learning (outcomes
and results as well as feedback and sarisfac-
tion) with styles of leadership and manage-
ment. Bett was suggesting that the current
approaches have not yet matched the scale of
the task - might it not be worthwhile to try 10
use at least some of 00/56 to develop particu-
lar educational perspectives on this area of
work?

James Wisdom
Educational Developments Editorial Committee

Congratulations!

assessed for his associate Fellowship.

SEDA has recently awarded Roger Catchpole (University of Plymouth), Peter Kahn (University
of Manchester) and Patricia Kelly (Queensland University of Technology) their full SEDA
Fellowships. Brian Caldwell (University College Northampton) has also been successfully

More details about the SEDA Fellowships Schemes can be found on page 26.
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Widening Participation - what causes students to succeed or fail?
“I did all the assignments but I didn’t hand them in because they were rubbish.”

Julie Hall and Steve May, Lecturers, South Thames College
John Shaw, Principal Lecturer in Teaching and Learning, London Guildhall University

By 2002 1t is estimated that colleges will be
teaching 700,000 more HE students than they
were in 1997-98 but as Alan Thomas argues
(THES 14.4.99) “the problem might not be
lack of resources but finding and retaining the
people to fill the extra places”. Despite some
chanpes in participation rates and some
growth in franchises such as the South
Thames College / London Guildhall Univer-
sity one discussed here, if colleges and univer-
sities are to meet targets set and retain stu-
dents once they arrive much work is still to
be done. We need to be clear about who we
can realistically widen participation to, what
the triggers are in persuading these people to
return to study and what factors affect their
ability to stay on course.

It seemed that what was missing from the
debates were some simple questions - who
were theses non-traditional students and how
would HE provision have to change in re-
sponse to this different market?

We aimed to consider our findings in the
light of work conducted in this area {Cox
and Light 2000; Entwistle N 1992; Bhachu
1991; Prosser and Trigwell 1999) to build up
a rich picture of what makes up a
nop-traditional student. Jarvis (1998) talks of
the sheer complexity and paradoxes involved
in adult learning and Barmett (1994) uses
Habermas’ term “life world’ to describe “the
total world experience of human beings
which higher education must address’. e
contrasts this with teaching which limits its
practice to the ‘academic competence’ of dis-
cipline world, or to the ‘practical operational
competence’ world of work. Cox and Light
argue too that teaching needs to address the
wider multiple discourses of the ‘life world’.
We felt it important to build up a ‘rich pic-
ture’ to provide a deeper understanding of
who our non traditional students were and
why learning is sometimes not achieved or is
missing, Without this information, responses
to Government initiatives may merely repre-
sent superficial gestures and, as Trow argued
over 30 years ago in 1969, an attempt to
merely offer more of the same. It was thus
important to us that findings would be fed
back into our teaching and feed into the
wider debate on widening participation
(Cousin 2000).

But 1o begin at the beginning ... When in 1991
a franchise for the first 2 years of a modular
degree programme was set up with London

Guildhall University, the aim was clear - that

we would provide opportunities for under
represented to groups to study at HE level in
their local Further Education College. Since
1991 this is what we have been doing. Thus
we had before us an ideal sampling frame for
a phenomenological study covering both BSc
and BA pathways which could relate to the
wider debate and central government empha-
sis on widening participation and adult learn-
ers,

Table 1:

l_ ﬁ@? T P
Bangladeshi 1.6

Chinese 1.6 0.1
Indian 23 4.2
Pakistani 6.3 22
Black Caribbean 7.9 1.3
White 14.3 84.4
Black African 38.1 2.0
Other 279 52

' Modular Degree Programme

2 From 1998/99 first degree student of known
ethnicity 'students in Higher Education Institu-
tions 1998/99' (Higher Education Statistics
Agency)

Tables 1 and 2 show the current distribution
of our students in terms of age and ethnicity
compared with UK averages. Details of social
class have not been gathered for this group of
students but as a guide it was found that 67%
of students used FEFC Widening Participa-
tion postcodes.

We aimed to interview all 60 first year stu-
dents three times through semester 1 using
semi-structured questions and the existing tu-
torial framework. '

What makes you non-traditional?

“I don’t feel like 2 proper student. I don’t even
know what a degree standard is. 'm going to try
but I'm sure I'm not really clever enough.”

Our first set of interviews took place in Octo-
ber and November before the semester 1
exams. What we found was very surprising.
The conventional wisdom is  that
non-traditional students come from a back-

ground with no experience of HE and there-
fore need intensive help with study skills
before than can engage in meaningful learn-
ing. The most common reason for ‘dropping
out’ is financial however this does not explain
why when students face similar crises some
will persevere while other will ‘fade away’

Our non traditional students were certainly
non traditional in terms of age and ethnicity
(see Tables 1 and 2). However, the majority
of them did in fact come from families with
HE experience. Many had parents in
‘professional’ jobs and brothers or sisters
with degrees. The main identifying factor of
our students was that they had ‘dropped out’
of the education system some time in their
past. Students recounted stories of being ‘the
black sheep’ and of rejecting A levels or of
deciding to go for a job or have a child rather
than carry on with study after school. Some
had dipped their toes into the traditional
route in their teens but some had rejected it
all together. However in their mid twenties
the majority of those interviewed had experi-
enced some kind of a trigger - a child starting
full time school, job loss, a relationship
break-down, a bereavement which had lead
them to pick up an educational path they had
left in their teens. Although they had joined
our course ﬂnd saw the Vﬂlue Of a deg[ee now
as a sign of ‘good education’, many expressed
feelings of uncertainty, insecurity and even
fear of the education process.

T want a degree. I want to be an expert in my
field but I don’t know how Il get there.

‘At the beginning you got stuck on really trivial
things like who 1s my tutor and what room am
Iin?’

Table 2:

Under 21 6.7 78.5
21-24 36.7 10.3
25 and over 56.7 11.2

' Modular Degree Programme

% From 1998/99 first degree student of known
ethnicity 'students in Higher Education Institu-
tions 1998/99' (Higher Education Statistics
Agency)

www.seda.demon.co.uk

Page 5



Educational Developments - 2.1

To overcome this fear and uncertainty and to
stop it regressing into hostility it became clear
that students required help in boosting confi-
dence and in becoming more aware of what
would be required of them. They were des-
perate to gain a body of knowledge early on
but were totally at sea with the some of the
very teaching and learning strategies we had
developed for the franchise. For many, their
most recent learning experience had been at
school as rather passive learners many years
before and then we were suddenly demanding
student centred independent learning from
them.

‘Lecturers are talking about assignments, case
studies and essays and I don’t even know what
the difference is!’

As the interviews progressed through the first
term it became clear that this was the crucial
time for retention. This is the time when
self-doubrt is at its height and all the other
students seem more intelligent and confident.
Barnett’s (1994) ‘life world’ has most impact
at this stage and if finance and family prob-
lems occur the student is unable to put up
much resistance and may leave. Finance was
clearly a stress creator but it also appeared to
provide a face saving excuse for leaving. Nei-
ther student or lecturer needed to feel guilty -
it was the government’s fault. Our results
indicate that we should take other factors
equally into account. These are:

e Low self esteem re academic capability

o Fear and lack of understanding of the
learning process

® Isolation from other students.

Finally, many students commented on the
crucial role of the personal tutor as a coach or
mentor at this stage. Many emphasised that
this aspect of lecturers treating them as indi-
viduals often made the difference between
them staying on the course and giving up.

When you stopped me and asked how I was
doing I was just about ready to give up.’

The transition to self confidence

If I'd known [ conld do that well Id have really
gone for it.”

Students identified three key aspects of a tran-
sition through the period of self -doubt:

e  When they start to talk to each other and
share their problems

e When they complete their first course-
work and get their result

e  When they settle into their timetable, join
the library, know their personal tutor.

Once they have reached this point students
explained they felt more confident about en-

gaging with a body of knowledge. It is at this
stage that they were able to consider the
learning process and consider strategies for
becoming independent learners, work on
techniques for essay writing, for example, or
research skills.

However in semester based courses like ours,
no sooner have they begun to feel more confi-
dent and have validated themselves as ‘proper
undergraduates’ then they face the stress of
end of semester exams. Although 30% of
those interviewed said they felt prepared and
fairly confident of passing their January ex-
ams, another 30% experienced this time as
another test of their academic right to be an
undergraduate.

‘As more and more students asked for paper in
the exams I knew I was just not up to it.’

Many still didn’t know what expect.

What my lecturer taught came up in the exams
and I knew what to write - it was great.’

A crucial insight we also discovered was that
students were not fixated simply on improv-
ing their career chances but wanted
‘knowledge’. Closer questioning revealed that
they wanted to be certified as a ‘proper aca-
demic’ by being seen to have gained a special-
ist body of knowledge. Even though like lots
of degree programmes we offer study support
and personal tutorials these were on a self
referral basis and weren't really “filling the
gap’ by equipping the majority of the stu-
dents wich the skills and confidence required.
Additionally our efforts to offer study skills,
however we marketed it, was viewed as reme-
dial and lowered their self esteem even fur-
ther.

Our response as educators

T hawven’t got time to offer TLC to 60 students a
week'

As researchers our view was that our research
should impact on current debates and our
own institutional practice. We decided to fo-
cus on tutorial support and support for com-
munications, number and IT and to change
these in the light of our findings.

Tutorial support

Our research seems to indicate that widening
participation must go hand in hand with in-
creased tutorial support. In addition models
which include early distance learning may
hinder efforts to retain non-traditional stu-
dents. Resources must be allocated to reflect
this need for support and clarification at the
early stages of the course.

This year additional funds have been allo-
cated from year 2 and year 1 tutors now have

3 hours a week for their tutorial role. This
allows tutors to be far more pro-active in
encouraging students to make regular contact
by for example liaising with a retention offi-
cer to follow up students who haven’t been
seen for a couple of weeks.

The students are timetabled to attend turori-
als and each session is structured around a
tutorial curriculum to give specific guidance
and study support as well as time to see
students individually. It is our intention to
make the ‘Wider Key Skills' of “Working
with Others’, ‘Improving Learning and Per-
formance' and ‘Problem Solving’ a funda-
mental part of tutorial support from Septem-
ber 2001. Each session is recorded and stu-
dents are encouraged to use action planning as
part of the tutorial process.

Peer support of first year students by second
years is also being piloted this year.

We believe that this will increase initial stu-
dent / tutor contact and lead to better initial
retention rates. [t is interesting to note the
very activity of interviewing all first years so
consistently through semester 1 during the
research project corresponded with a 30%
increase in retention on the previous year.

Study support

To encourage students to take up this support
we are offering them the chance to take a Key
Skills Award through City 8 Guilds. This is
a qualification in Application of Number,
Communications and IT. The beauty of this
scheme is that it can be embedded into al-
ready existing curriculum. By diagnosing
students’ skills at induction then entering
them at an appropriate level in each Key Skill
we are mirroring current Curriculum 2000
practice in FE colleges.

The award itself requires students to build a
portfolio covering given key skills criteria
and to take a test in each of the key skills
taken. By liaising with tutors and mapping
the criteria, the portfolio aspect has been
embedded into other units taken by the stu-
dents. Additionally again we have reallocated
funds to support team teaching of some units
with study skills specialists working alongside
subject specialists. Early evaluations indicate
that these sessions are proving a useful way of
‘meshing’ subject knowledge and skills.

We now feel that our previous ‘wedging
model’ of offering a wealth of study skills
self-referral work-shops throughout semester
1 may have been purtting the cart before the
horse. Adult returners need to recapture their
lost experience of sixth form education
where there is less of an emphasis on indepen-
dent learning. Only when they see themselves
as owning a substantial body of knowledge
do our students feel ready to seek and accept
help with their specific study skills.
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Widening Participation - what causes students to succeed or fail?

Some final reflections ...

e  Widening access will not succeed without
a shift of resources

e FEarly distance or e-learning may hinder
retention for some non traditional stu-
dents
Early peer support should be encouraged
The teaching, learning and assessment
process must be as transparent as possible

e Early feedback on academic performance
is crucial

e Staff need time to be friendly and avail-
able - especially in semester 1

e Study skills need to be embedded into
each area of the curriculum

e Early intervention can improve retention
- this requires highly developed tracking
techniques

For UK Higher Education to expand in line
with government targets it is clear that insti-
tutions are increasingly recruiting from
‘older’, less traditional sections of the com-
munity. The key question has to be whether
we can create an inclusive model of higher
education (Brown and Scase 1994) which
adapts to the changing needs of society and
the changing demands of different groups of
students or whether we retain an exclusive
model which perpetuates itself and reinforces

divisions. Those that are adopting the first
approach are responding to the needs of stu-
dents by recognising the ‘weave of learning’
beyond specific discipline knowledge (Cox
and Light 2000), accommodating different at-
titudes and approaches to learning. This will
require a shifting of resources into the early
stages of the course and may in fact conflict
with current models for foundation degrees
for example with their emphasis on work
based and e-learning.
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Educational Developments - 2.1

A Developer’s Guide to Major National Initiatives - Part Three

This series, edited by David and Carole Baume, is describing major initiatives to support teaching and learning, with em-
phasis on the implications for staff and educational developers.

In Educational Developments 1.1, David and Carole gave an overview of the main HEFCE teaching and learning initia-
tives. In 1.3, Jean Ritchie, described a range of initiatives in Scotland.

Here, Barbara Lloyd-Smith and Geoff Layer describe major HEFCE- and DHFETE-funded initiatives, respectively, on
improving provision for disabled students and on widening participation. Both writers stress the need and the potential for
close and fruitful co-operation between disability and participation specialists and staff and educational developers.

Improving Provision for Disabled Students

Barbara Lloyd-Smith, Director, National Disability Team, Coventry University

Provides £6m to fifty institutions

Improving provision for disabled students:
e Funding programme that runs from 1999-2000 to 2000-2002 (HEFCE 99/08)

e 29 projects in institutions that have identified themselves as having little or no existing provision for, or experience of,
supporting disabled students and have designed programmes to rectify this (“base-line provision” projects)

e 8 projects to promote and transfer existing disability-related expertise

e 13 collaborative projects that will allow institutions to plan complementary provision to make best use of existing resources

e Managed and supported by the National Disability Team (NDT).

Disability rights

“Education is one of our strongest forces for
inclusion,” said Margaret Hodge, Employ-
ment and Equal Opportunities Minister.
This, on the day the DfEE announced £172
million funding for further, higher, adult and
youth education services alongside the Dis-
ability Rights in Education Bill - hard cash to
underpin the changes needed for institutions
to put access to their houses in order.

The National Disability Team

The National Disability Team NDT
provides a co-ordination service on behalf
of the Higher Education Funding
Council (HEFCE) and Department for
Higher and Further Education, Training
and Employment (DHFETE) Northern
Ireland. NDT’s remit is to:

e support staff working on Improving
Provision for Disabled Students, with
advice and practical guidance

e be a focal point of information about
the funding programme, supporting
dissemination of its outcomes across
the whole HE sector

e work with other national teams, key
agencies and organisations to enhance
the accessibility and quality of the
learning experience for all students.

Disability Rights in Education - cast in the
form of amendments to the Disability Dis-
crimination Act itself - together with the
existing QAA Code of Practice, Students with
Disabilities - is, for project staff in fifty spe-
cially funded HEIs and for all disability advis-
ers across the HE sector, one of the strongest
levers on institutional and attitudinal change.
Such change will make rights of access ex-
plicit in the whole range of institutional poli-
cies, in programme validation, content, deliv-
ery and assessment procedures; it will encour-
age reflexive responses to the needs of dis-
abled learners in academic staff responsible
for that work.

Implications for staff

When the force of education is harnessed, the
overt instruments of inclusion are strategic
statements, policy documents and their im-
plementation in programmes and services.
Bur the subtlest and strongest forces in higher
education are the attitudes, skills, understand-
ing and confidence of academic staff. It is
these, displayed through responses to individ-
ual adult learners, which will fundamentally
support inclusion. And, as participation does
truly widen, academie colleagues may feel a
deficit in their understanding, skills and confi-
dence. So, over the next three or four years,
in the run up to the implementation of legis-
lation, academic colleagues may need to aug-
ment their understanding of disability issues,
their attitudes to programme development,
their skills in delivery and assessment - and

thus their confidence to provide for increas-
ingly diverse groups.

Implications for staff and
educational developers

It is here that staff and education developers
have a critical role to play. Professional pro-
grammes that encourage staff teaching in
higher education to reflect on and debate
diverse learning will be crucial in supporting
true access to the curriculum and both sides
of the learning / teaching equation. But many
staff and educational developers feel them-
selves in need of additional information and
expertise in aspects of the debate which relate
to the needs of disabled learners. Thus col-
leagues currently working in the Improving
provision for disabled students funding pro-
gramme may prove valuable allies to develop-
ers.

And in attempting to deliver their project
outcomes, the strongest allies of disability
advisers are in tusn staff and educational de-
velopers. Disability advisers own up to find-
ing staff development the toughest part of
their job. Some may, but many do not, have a
teaching background. They are often attached
to student services and can be hampered by a
perception that they are part of a welfare
culture. Many not only have little status but
are new to higher education. Nevertheless,
they must function increasingly not only as
service providers but also as policy advisers
and educational developers: theirs is now a
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